Language diversity has been a defining characteristic of U.S. public schools throughout their history, and this phenomenon shows no signs of slowing down. Over the 10 year period between 1994-1995 and 2004-2005 
Introduction
Rhodes, Ochoa, and Ortiz (2005) point out the common misconception held by many in the general public, including the parents of second language learners and school personnel, that bilingual education may adversely affect a student's English language development. The authors refer to this phenomenon as the "immersion myth" (Rhodes, Ochoa, & Ortiz, 2005, p. 58) . Unfortunately, the immersion myth has lead to placement decisions that do not produce desired educational outcomes. As a group, LEP students are performing far below their monolingual English speaking peers across numerous indicators including standardized test performance, retention rates, and the number of students dropping out of school (Rhodes, Ochoa, & Ortiz, 2005) .
Across the country, second language learners are participating in English-only programs, pull-out English as a second language (ESL) instruction, content-based ESL, transitional bilingual programs, maintenance bilingual programs, and dual language bilingual programs . However, while a wide range of different programs are currently in place, the long term outcomes for students in these programs vastly differ. Rhodes, Ochoa, and Ortiz (2005) cite research conducted by Thomas and Collier in illustrating the fact that LEP students initially make similar gains in English language reading development regardless of the type of language instruction they receive (e.g. ESL Pullout or Two-Way Bilingual Education). However, this pattern is short lived. The short term gains experienced by students in transitional and ESL programs begins to level off, or even disappear over time, while students in maintenance bilingual education programs continue to progress in their English language reading skills well into their high school careers, eliminating the achievement gap between themselves and their monolingual English speaking peers. In fact, primary language instruction for four or more years has a positive impact on academic achievement that may mitigate the risk of low socioeconomic status faced by many language minority students (Thomas & Collier, 2002) .
Bics Vs Calp
Clearly, these studies demonstrate the positive long term impact of primary language instruction on the development of students' English language academic skills. But how could this be? How could instruction in, let's say Spanish, benefit a student's English literacy development. In order to answer this question, researchers often point to the work of Cummins clues" (Cummins, 1981, p. 23) . On the other hand, CALP refers to language skills that allow an individual to process and make meaning of language that exists independent of any situational clues, and is the language skill required for meaningful engagement in most academic tasks.
LEP Students' command of BICS is often times very misleading in that they may possess surface level language skills, and be able to carry on a conversation in English, yet lack the CALP skills necessary for success in academic settings. Cummins (1981) proposed that the best way for a student to develop CALP in their second language was to first develop CALP in their primary language. In fact, a student may not be able to develop CALP in their second language until they have first reach some minimum threshold in their primary language (Rhodes, Ochoa, & Ortiz, 2005) . This phenomenon is due to what Cummins (1981) referred to as a Common
Underlying Proficiency (CUP). According to Cummins (1981) , an individual's mastery of their primary language (L1) supports the development of a second language (L2) because of common underlying features across languages such as the ability to generate meaning from disembedded words and phrases. Consistent with Cummin's theory, Thomas and Collier (2002) found that "the strongest predictor of L2 achievement is amount of L1 schooling. The more L1 grade level schooling, the higher L2 achievement" (cited in Rhodes, Ochoa, & Ortiz, 2005, p. 72 ). Vygotsky (1986 Vygotsky ( /1934 refers to as the use of "concepts", is essentially the equivalent of Cummins' CALP, and is described in the following paragraphs.
Vygotsky's Thought And Language
Too often as educators, we focus our attention the external features of language such as pronunciation, fluency, and grammar, in other words BICS, while overlooking the role that language plays in complex thought processes.
According to Vygotsky (1986 Vygotsky ( /1934 grade. In such cases, these students would be roughly 11 to 13 years old.
In examining the development of speech and intellect, and comparing that with the development of verbal thought, Vygotsky (1986 Vygotsky ( /1934 concluded that verbal thought is not natural outcome of early speech and intellectual development. In fact, Vygotsky (1986 Vygotsky ( /1934 concluded that, while speech and intellect have a biological genesis, verbal thought is determined by socio-cultural processes with characteristics that are distinct from both thought and speech alone. Vygotsky (1986 Vygotsky ( /1934 wrote:
[S]uccess in learning a foreign language is contingent on a certain degree of maturity in the native language. (pp. 195-196) .
On the other hand, if a student has not first developed concepts in their primary language they do not have the necessary structures in place for the types of learning and problems solving required in school.
Conclusion
When working with students who are learning English as a second language, we too often focus our attention on the external features of language such as pronunciation, fluency, and grammar while overlooking the role of language as a cognitive tool used in complex thought processes. In Thought and Language, Vygotsky (1986/1934) 
